The study aims to add to our understanding of pre-service teachers ' for "contextualized" and "personalized" (Freeman & Johnson,1998) learning opportunities and preparing novices "to learn in and from their practice" (Feiman-Nemser, 2005) . To this end, teacher candidates need support in using their own teaching practice as well as that of others (Kane and Francis, 2013) as a site of inquiry to examine and or reframe their understandings of teaching and students. (Ball and Cohen, 1999; Cochran and Smith and Lytle, 2009; Norman and Feiman-Nemser, 2005; Parr and Timperley 2010, Trent 2012). However, it is generally accepted that opportunities for such a process are not efficiently created by pre-service teacher education programs (Freeman&Johnson 1998, FeimanNemser 2009 Kane and Francis, 2013).
Pre-service practice teaching in Turkey
A close analysis of the history of pre-service teacher education in Turkey indicates that the practice teaching component has not been given its due importance or efforts to improve the situation have not been successful. The pre-service teacher education reform movement in the 1990's has accomplished a lot in terms of bridging the gap between theory and practice and improving the practicum component of the pre-service teacher education programs. So, faculty-school partnerships were set up to allow coordination, communication and exchange between faculties of education and their partner schools with emphasis on longer and more relevant student work in schools. Yet student teachers still do not have sufficient opportunities for practice teaching in the schools they are placed.
A study that one of my students and I conducted with 17 university advisors, 116 cooperating teachers and 238 student teachers from four universities in different regions of Turkey on the role expectations of the triad members (Bülbül, Akyel, 2010) indicated that: a) Triad members do not hold very clear expectations for the roles of the university supervisors and cooperating teachers. b) Among the triad members, it is the university supervisors who are relatively more aware of their own and cooperating teachers' roles, but they are not much effective in explaining these roles to their partners in the practicum as liaison persons. c) Student teachers in these universities are not given sufficient orientation about the roles of the triad members. d) Among the triad members, especially cooperating teachers' need for appropriate orientation and supported guidance seems to be neglected by the schools of education. e) University supervisors and cooperating teachers do not have enough time to devote to student teachers' practice teaching due to heavy teaching load of cooperating teachers and the large number of student teachers assigned to university supervisors.
Research engagement of pre-service teachers
Recently, among various means of improving the ways of creating effective learning opportunities for pre-service teachers, there is a growing interest in ''engaging them in research by doing research and with research through reading'' as advocated by Borg (2010) for teachers in general. In line with these views the understanding is that research engagement could enhance pre-service teachers' capacity for inquiry based teaching. ( Trent 2012, Oubusson and Schuck 2013) .
Studies conducted on research engagement of pre-service teachers
To my knowledge, there are some empirical studies, although limited in number, of preservice teachers' conceptions of research as well as their experiences of research (Gitlin et.al.1999 ,Price 2001 , Jones 2004 , Shaw et. al 2008 , Odhiambo 2010 , Lambe 2011 , Trent 2012 . Findings of these studies indicated that:
1. Placing student teachers with mentors that have some engagement with research is essential for inquiry oriented teacher education (Gitlin et.al.1999) 2. Participants first questioned the relevance of research to themselves as teachers but after the completion of their own research projects, many of them came to see that their engagement in research is directly related to their teaching in the future (Jones 2004 , Show et. al 2008 . 3. Research engagement served as a tool for improving student teachers' reflective thinking ( Odhiambo,2010) . 4. Student teachers engaged in research reframed their understandings of teaching and this was reflected in their teaching practices (Price, 2011) . 5. Research engagement helps to link educational theory to professional practice (Lambe,2011) 6. Perceptions and experiences of research shape and are shaped by student teachers' understandings of themselves as teachers (Trent, 2012) . As pointed out by these researchers, there is definitely a need for additional empirical studies on this topic in various contexts.
The Study
The present study conducted in an EFL context aims to add to our understanding of preservice teachers' perceptions and experiences of research engagement during the school practicum. Specifically speaking, the following research question was addressed: What are Turkish pre-service EFL student teachers' perceptions of the extent to which research engagement in the school practicum is beneficial for their professional development?
Setting
The study took place at YÜ which is an English medium foundation university in İstanbul. In the School of Education there is a four year undergraduate EFL teacher education program as well as other programs. According to the regulations of HEC, (Higher Education Council) pre-service teacher education programs in Turkey have almost uniform programs because at present only 30% of the courses in the programs can be modified according to the contextual needs of that particular pre-service teacher education program. Accordingly, all programs offer a school observation course during the 7 th semester followed by practice teaching and seminar on practice teaching courses during the 8th semester as well as few other courses. So student teachers don't have a full semester devoted to practice teaching. At YÜ, to provide sufficient practice and meaningful learning opportunities for student teachers, we redesigned the practicum component of the program and the courses offered during the eighth semester along with the practice teaching course. During the seventh semester, when student teachers take the school observation course, they are placed in private or state primary and secondary schools in groups of six. These six students are assigned in pairs to two different mentors or cooperating teachers (one in the primary, one in the secondary school.) In the field, research findings have indicated that "paired placements" promote collaboration and dialogue and therefore support teacher learning (Moyles and Stuart 2003, Sorensen 2014) . In principle we try not to assign more than twelve student teachers to each university supervisor. University supervisors are selected from among the PhD students who are working as EFL teachers in the preparatory program of the pre-service EFL teacher education department specially designed according to the language needs of the undergraduate student teachers. Roles and responsibilities of the triad members are well defined and communicated.
Every year we try to select the cooperating teachers in the partner schools depending on an evaluation of his/her past performance during the previous years with regard to his/her clearly defined responsibilities.
As part of the requirements of the observation course, student teachers are expected to devote at least one full day for 7-8 weeks in the school to observing the cooperating teachers' classroom teaching, asking questions, sharing ideas and doing focused observation tasks (ie, the teachers' class management techniques, giving feedback, student-student student-teacher interaction etc.). During the remaining 4-5 weeks of the 7 th semester they begin practice teaching. Student teachers go on practice teaching as part of the requirements of the practicum course during their 8 th semester. They share their experiences with their peers and the university supervisor within the framework of the two hour seminar on practice teaching course every week.
During the academic year of 2013-2014, we started to offer a teacher research course during the eighth semester. The reason for scheduling the research course in the same semester with the practicum was to create opportunities for student teachers to develop a critical stance towards their own as well as the teaching of their peers. Before the students take the teacher research course, they are familiarized with the nature of educational research and methods used in different types of research within the framework of other education courses. So the aim of the teacher research course offered during the 8 th semester is to provide student teachers with the means by which they can carry out their own research projects on issues they want to investigate in relation to teaching and students.
Participants
Twenty-Four EFL student teachers (22 female, 2 male) participated in the study. They all took the teaching practice and seminar on teaching practice courses together with the research course during the 8 th semester. They also had to take two other courses to fulfill the requirements of the program for graduation. So unfortunately, due to some organizational problems, this last semester could not possibly be devoted only to practice teaching and teacher research courses. The participating student teachers were required to spend two full days at school every week. Three PhD students who are at present writing their dissertations offered the practicum and the research course.
The Research Course and the Projects
The fourteen week teacher research course comprises two phases: First phase (21 contact hours) of the course content and activities focuses on: Introducing students to the research process that includes exploring procedures of data collection methods that can be used in «action research» and «explorative practice » (Allwright,2003 (Allwright, -2005 as types of teacher research such as observation techniques, developing questionnaires , preparing interview questions and analyzing the results. Another key component of this phase of the course is the critical review of published research articles. At the end of the first phase, students are expected to choose a research topic, design a research question, describe the methods of data collection and analyses they will use during the second phase of the course (21 contact hours). Student teachers' research projects were to be conducted in the schools they were placed for observation and practice teaching.
Research Projects
An analysis of the topics of the projects and other data collected indicated that student teachers investigated issues that most occupied their minds concerning teaching in real classrooms. To collect data they used open ended questionnaires and/or conducted semistructured interviews.
Research topics included : 1) Analyzing language teachers' beliefs and/or attitudes concerning technology use in language teaching. 2) Comparison of experienced and student EFL teachers' beliefs on effectiveness of: a) Some of the teaching methods that they learned in the methods and skills courses. b) Some class management techniques that they learned in the class management course. c) Experienced teachers' and students' opinions about the use of authentic listening and reading materials. d) Different pair and group work activities. e) Use of L1 in the classroom. 3) Types of learning styles that the teachers encourage. 4) Strategies that the class teacher uses to encourage students' task engagement. 5) Students' and teachers' opinions about the effectiveness of the positive and negative feedback techniques.
6) Vocabulary teaching techniques that the teachers use and students' opinions about their effectiveness. 7) These research topics also indicated student teachers' concerns whether the pre-service teacher education program prepared them for the real classroom teaching situation.
Data Collection
Data came from; a) Student teachers' written reflections on their understandings of teacher as researcher and their research engagement experience in the practicum b) An openended questionnaire tapping their experiences and perceptions of the school practicum and research engagement c) Conclusion sections of the projects d) Semi-structured interviews with some of the student teachers who were working as full-time teachers in different schools after graduation. a) Written Reflections: During the last weeks of the semester, student teachers were asked to reflect on their research experiences including whether: a) They thought that their understandings of research and its role in their professional development as teacher candidates had changed as a result of undertaking a research project, b) They believed they would continue to be research engaged when they have full time positions as teachers in schools.
b) Open-ended questionnaire: After the essays were collected an open ended questionnaire was given to the students. The questions sought information about student teachers' experiences and perceptions of practice teaching and research engagement including: Their perceptions of the benefits and difficulties of practice teaching and research ,whether practice teaching and research engagement gave them sufficient support for examining their teaching practices and reframing their understandings of teaching and researching. c) Conclusion sections of the project reports: These sections yielded further information about or confirmed student teachers' thoughts in relation to their learning about teaching and researching.
d) Semi-structured interviews: Semi-structured interviews ( face to face or through email) with eight of the student teachers four months after the graduation tapped information in relation to their opinions whether the program prepared them for inquiry based teaching and whether there was a supportive environment for teacher research and professional development in their work places.
Data Analysis
Data coming from the above mentioned sources were uploaded to qualitative data management program NVIVO 10. Then data analyses were carried out using codes to assign meaning and organize key thoughts or concepts. (Miles & Huberman 1994) .
Then a comparative analysis was undertaken across data from different participants to identify similarities, as well as points of contrast. To answer the research question a variable oriented strategy was employed in which data from participants were listed under five main categories: a) Student teachers' understandings of research and teacher as researcher in the Turkish context b) Practice teaching (benefits and difficulties) c) Research engagement (benefits and difficulties) d) Research engagement in the school practicum (benefits and difficulties) e) Research engagement in the future (benefits and difficulties).
Findings

Understandings of research and teacher as researcher in the Turkish context
More than half of the participants (13: %54) felt that before they took the research course they didn't feel that research findings were practical enough to serve their purposes. The following statements represent this feeling; "I didn't see the direct relationship of research to classroom teaching. Most of the research articles we read for other courses were academic. How could they find a solution for a specific classroom?" However these student teachers and some others also pointed out that after being engaged in their research project, they realized that research in general is important to enhance classroom teaching and student learning (21: %88). Yet, more than half of the participants (17: %71) pointed out that teachers in general avoid doing research because school administrators in Turkey do not support and/or motivate teacher research.
The following comment represents these participants' feelings about being a teacher researcher in Turkey.
"As it is stated in Anne Burn's article, teachers think research and real life don't have common features. They all think research as time consuming and nonrelated with their issues. Nothing will change if the school doesn't support them." Table 1 present the benefits and difficulties of practice teaching as expressed by the participants. The following statements express the participants' feelings in relation to the benefits of practice teaching.
Benefits and Difficulties of Practice Teaching
"Planning together with my friend for teaching was a great support…..made me think more about what was going on…Working together helped me develop a variety of teaching strategies.
"If I didn't have a chance to experience teaching in a real classroom environment, I probably wouldn't want to work right after graduation." "I have many weaknesses in terms of my insufficient knowledge of grammar. Now I know what I need to develop as a language teacher." "I think I have come a long way since this term started. I am in a position now where I can easily overcome a problem in the classroom. Projector is problem? Fine, move to the next activity. A student being naughty? Fine, change his place. I am quite faster and more efficient now. " "I learned that it (teaching) is not only about teaching the subject. It is also loving and understanding your students facilitating their learning , managing the time, figuring out each student's problems of learning, answering the principal, dealing with the parents…teaching needs practice and patience."
"It was such a good thing to be observed while I was teaching and listening to their (mentors, supervisors) comments. It made me feel good and belong…. They helped me in learning how to look objectively at my teaching. The following statements may be representative of the participants' feelings in relation to difficulties they faced during the school practicum: "The practicum should be at least three days a week, where we actually become part of a school program, where we are given more serious roles in the development of the students rather than sitting at the back and teaching whenever the class teacher thinks it's appropriate." "Some teachers usually yell at the students; we don't want to be like that. I wouldn't want to be a teacher who yells at me for me to be a better person." " I couldn't accomplish my goals in that class because of noise....that class was always naughty and this made me unhappy. I couldn't manage the class. The class teacher couldn't always control either." Table 2 presents the feelings of the participants in relation to the benefits and difficulties of research engagement. The following statements reflect the feelings of the participants in relation to benefits of research engagement:
Benefits (N=24) N(%) of Students
Research engagement
"I learned the steps of research, how to ask a research question, how data are collected, analyzed and how to reach a conclusion." "I learned lots of things while writing literature review because I had to read. I was amazed, for example how well technology can be used....I learned how important research is in a teacher's career. "I saw the importance of research in becoming a reflective teacher. Doing research taught me that being reflective and researching are the ways to ease my life ( as a teacher) even if it is time consuming." "Doing research during the practicum taught me to be patient and reflective. Now I understand better why some of my techniques may not work in a specific situation." "It (research engagement) thought me that teaching is a continuous process of questioning and analyzing for the good of students and my improvement." As indicated in Table 2 , participants thought that they had difficulties with research engagement due to the negative attitudes of some cooperating teachers towards data collection which partially made it is a tiring task. Collecting data is a tiring task. Asking students questions was a real problem. Teachers are not that comfortable with this. Sometimes they make it obvious." "After all we are not regular teachers. How much right do we have to investigate whether students enjoy this activity or not? "I think some teachers were a bit reluctant to answer my questions in relation to some of their teaching and class management techniques. Maybe they thought that I was a student teacher only."
Research Engagement In The School Practıcum
As indicated in Table 3 the participants thought that research engagement during the practicum made teaching experience more meaningful (14:46%) and raised their selfawareness as a teacher (15:63%). They also thought that this process helped them look at classroom events objectively (18:75%), gain self-confidence (18:75%) and become more analytical (13:54%).
The following statements reflect these feelings: "I do not think there is a certain strategy to develop as a teacher. You need to be open to new teaching methods." "Research engagement during the practicum made my observation more meaningful; it helped me to be more focused". "Practicum and research course gave me an opportunity to practice what we learned in theory and helped me learn that not all techniques apply for every classroom situation. "I learned that for different students, there are different ways of teaching. It's not like peer teaching in the university skills courses." "Doing research while practice teaching, helped me understand many things about teaching and students and trust myself. Now I feel that I can do it (teaching) and solve problems more easily."
However, as indicated in Table 3 , the student teachers had a major complaint; 'Because of other courses and work load, we can't devote enough time to the school and practice teaching and research. I wish we could spend at least three days at school. I wish we could be given more responsibilities in classes we did practice teaching. Maybe then I could conduct the research project on my own teaching.' 
Engagement in and with research in the future
(7:%29) participants thought that they would definitely like to be engaged in research when they are full time teachers. The remaining students (17:%71) said that they would do research provided that the administration supports them. However (22: %92) participants felt that they would go on reading in the field.
The following statements represent the feelings of the participants: "Having the routine years of monotonous teaching does not make you an experienced teacher. You have to keep catching up with the changing world and develop your career and the best way to do this is attending seminars and conducting researches. I think it is the best if you are a teacher and a researcher." "I feel confident enough and I am planning to do it (research) because I believe that is the only way to find the main source of the problems in the classroom. Table 4 , the participants felt that research engagement in the future would help them learn about developments in the field(19:76%), managing classroom problems (18:75%), improving student learning (17:76%), and teaching techniques (15:62%) , to increase objectivity (15:62%) , and prevent burnout ( 4:2%) Four months after the graduation of the participants, I had a chance to interview eight of them (two face to face, six by email) to investigate their understandings of research as part of the teachers' job and opportunities of doing research in their work places.
As indicated in
In addition, whether they felt that the program prepared them to learn in and from their practice was tapped. All eight of the new teachers felt that they were lucky in being provided with connected learning opportunities by being research engaged in the practicum and in being trained in research skills.
Moreover, they felt that research is important for improving student learning and their teaching. However, six of them said that in their institutions there is almost no recognition of teacher research, and therefore almost no support for teachers to develop research skills and that for the teachers who were trained in doing research as part of MA education previously, research engagement was "a tough task" due to their heavy workload.
Conclusion and implications
This study described efforts to offer opportunities to pre-service teachers to learn in and from practice teaching and research engagement in the school practicum. The findings indicated that the participants benefited from research engagement during their practice teaching experience in analyzing, questioning and reshaping their understandings of teaching, learning and researching. Specifically speaking, they felt that research engagement in the practicum helped them to look at classroom events objectively, become more reflective and self-confident and realize that « teaching is a continuous process of questioning and analyzing for the good of students and self-improvement.» and therefore they thought that research is an important component of teaching practice and professional development. Moreover, student teachers felt that paired placements supported them emotionally in understanding teaching and learning developing a variety of teaching skills through dialogue with peers.
They also thought that conversation with cooperating teachers and supervisors were beneficial for them in: Developing an objective stance towards their teaching as well as motivating them. However, student teachers pointed out that they definitely needed increased time in school practicum and research for more connected and meaningful learning opportunities. Findings also indicated that student teachers had difficulties in coping with discipline problems in the classrooms they did practice teaching and in data collection due to lack of sufficient support from cooperating teachers.
Finally, the majority of the students felt that research engagement would be more beneficial if it could be on their own teaching practice. Findings of the interviews with some of these participants 4 months after their graduation indicated that the context of a teachers current work plays a crucial role in creating a positive role for teachers to realize their potential for research and professional development as also pointed out in (Borg, 2013) . However, as also indicated in the statements of these participants, in most schools in Turkey research is not yet integrated into the role of a teacher.
In other words, teachers do not receive much help in order to develop observation and research skills to explore their own teaching, as well as analyze the outcomes of their practices in their classrooms. These findings concur with those of the previous studies (Gitlin et.al.1999 , Price 2001 , Lambe2003, Trent 2012 . The study has implications for both this specific context and the field in general.
In our institution, we need to make arrangements for the following years so that student teachers have to take at most one more course besides practice teaching and teacher research in which they devote more than two days to school practicum. They will try to do research on their own teaching practice. Moreover we need to focus more on class management problems in the methodology, skills courses and the school practicum. We also need to support cooperating teachers in their professional development in relation to dealing with discipline problems and understanding that teacher research is a practical activity, a small scale investigation that has a direct bearing on what happens in the classroom. Also place student teachers with cooperating teachers who have at least awareness and/or knowledge of classroom research.
Nowadays, HEC is planning to reshape pre-service education programs in Turkey. Based on the findings of this study following suggestions can be made for the restructuration of the practicum components of the pre-service teacher education programs.
At least half a semester could be devoted to practice teaching only when students teachers may be required to take a teacher research course to give them meaningful learning opportunities to question, understand, articulate and reframe their understandings of teaching, student learning, classrooms and researching thus laying the foundation for inquiry based teaching throughout their professional life.
To support professional learning of in-service teachers, school administrators need to realize and/or instill the idea that teacher research is an essential part of teaching/learning contexts. Necessary arrangements need to be made so that roles and responsibilities of the triad members are well communicated. University supervisors and cooperating teachers can devote sufficient time to student teachers practice teaching.
To this end, university school partnerships can be redesigned to allow coordination, communication, and exchange between faculties of education and partner schools unless teacher education programs are in close collaboration with schools, individual efforts on the part of the institutions may prove to be futile.
